Language learning games combine a number of linguistic, psychological and social elements that have been found to have considerable advantages and powerfully impact language learning and teaching. They are incorporated into language curricula to promote interactive engaging learning. This study investigates the role of games in the Omani ELT syllabus through conducting a thorough content analysis of Basic Education System English language textbooks across all grades as well as seeking the attitudes of teachers and students of three public schools representing the three teaching cycles in the educational system. A content analysis form and a questionnaire were used to collect data. Results showed that the Omani ELT syllabi endorsed a modest number of communicative games across grades, the majority of which focus on teaching vocabulary with a very timid focus on the language skills. Moreover, students hold highly positive attitudes about the role of games in improving their language whereas teachers have moderately positive attitudes about their role. Implications of these results on the language learning and teaching context are outlined.
INTRODUCTION
English language is the only official foreign language in the Sultanate of Oman and people use it for multiple significant purposes. The government has invested heavily in teaching English over the past four decades or so. Such investment took the shape of writing new textbooks, incorporating sophisticated and advanced educational technology and training teachers to handle Communicative Language Teaching (CLT)-based classes (Al-Issa & Al-Bulushi, 2011) . However, English language teaching (ELT) in Oman has been described as dull and boring due to the largely traditional approaches implemented by the teachers (Al-Issa & Al-Bulushi, 2011) , which have not only affected the students' language acquisitions and proficiency, but also negatively influenced their motivation and attitudes about the nature and importance of learning English.
Furthermore, the current national syllabus -English For Me (EFM), generally meets the needs and interests of the students in terms of the content and design and teaching of the different skills through a wide array of authentic and communicative tasks and activities (Al-Issa & Al-Bulushi, 2011) . However, research investigating students' attitudes about the Basic Education System (BES) that enforced EFM in public schools and compared it to the previous old education system found no significant difference in relation to the teaching activities and curriculum characteristics partially due to implementation shortcomings (Al-Issa & Al-Bulushi, 2011 ). An important element of such tasks and activities is games. Games combine a number of linguistic, psychological and social elements that have been found to have considerable advantages and powerfully impact foreign language learning and teaching.
Arguing for the benefits of communicative games in language learning is similar to arguing for the usefulness of technology as it is only the implementation that would make the difference (Godwin-Jones, 2014) . The set of variables playing a role in making gaming useful to the language learner either with the teacher's support in the classroom or at their leisure outside are endless and complex. English as a Foreign Language (EFL) learners respond differently to language learning games but it remains the teacher's role to create opportunities where introduction of communicative games would be useful to learners and encourage the development of their language.
With the proliferation of games and the growing interest of learners in playing them in their leisure time, it becomes paramount for educationalists to consider how they are presented in the language textbooks taught and tease how teachers and learners perceive their usefulness in their daily pedagogical interaction. This study, therefore, attempts to investigate the role of games in the Omani Basic Education System (BES) ELT syllabi through seeking the attitudes of teachers and students of public schools as well as conducting a content analysis of the current 1-12 BES English Language syllabi to see the representation of games within the whole set. A survey of the literature has shown that there is a need for such a study to complement the different theoretically discussed publications so far. This study, to the best knowledge of the authors, is the first of its kind to collect data quantitatively from the aforementioned sources about this topic.
GAMES IN COMMUNICATIVE LANGUAGE TEACHING
CLT arouse in response to traditional methods of language teaching that primarily focused on structural, notional, functional, or audio-visual learning. One of the goals of this approach is to involve language learners in task-based communicative interactions that would incrementally and incidentally help them become more communicatively competent and effectively use the language forms in real meaningful communicative situations in real life (Littlewood, 1981; Richards and Rodgers, 2001 ).
In order to develop learner's communicative competence, language learners in CLT are expectedly exposed to comprehensible input in the target language and encouraged to practically use the language for communicative purposes. The comprehensible input
International Journal of Instruction, April 2017 • Vol.10, No.2 could be previously planned in several stress-free enjoyable language tasks such as games, role-plays, songs, stories, and interactive information-gap. Games, when executed properly in language classrooms, could particularly help to host language forms meaningfully and get the learners to learn or revise them that could help their language development. The success of planning and implementation of such language games largely depend on how teachers perceive their importance and contributions to the language development of their learners (Wang, 2010) . Thus, it becomes vital to explore to what extend language teachers believe in the role of communicative games in doing so.
EFM, according to the Ministry of Education, was designed around communicative and skills-based methodology, which is expected to encourage learners to participate and interact collaboratively in a more learner-centered stress-free classroom (Ministry of Education, 1999, p. 11) . It introduces language through appealing topics and tasks that target the four language skills together with grammar and vocabulary. Several learning techniques are also incorporated within the CLT-driven curriculum, which creates an appropriate room for educational games to be utilized in. In order to enhance students' fluency, Hadfield (1999) suggests techniques like guessing, information gap, matching, searching, collecting, exchanging, arranging, combining, puzzles, board games, card games, and role-playing. All of these techniques lend themselves well for being designed in game-forms given the teachers have the right attitude, time and resources to do that. However, English language teachers tend to teach towards tests (Al-Issa & AlBulushi, 2011) rather than to improve the communicative competence of learners despite their knowledge and training to utilize CLT in teaching. Therefore, language learners tend to face many challenges when communicating in real-life situations, partially due to the minimal exposure to communicative authentic tasks that learners are exposed to in their classrooms including games.
PLACE OF GAMES IN ELT
Different writers have written about different aspects of games in education in general and in the ELT classroom in particular. Sahhusyeinoglu (2007) describes educational games in general as important for developing critical thinking skills, regardless of the age and stage they are used at. As far as ELT games are concerned, there is an abundance of research arguing for the positive effects of using games in teaching the language. For instance, Benavides (2009) writes that 'games provide contexts for playing, reasons for playing and routines for playing ' (p. 7) . Youxin (2010) describes games as refreshing in a boring and dull teacher-fronted, textbook-dominated and examgoverned context, like the Omani context, for instance. Ersoz (2000) considers games as good ice-breakers from usual routines of a traditional English language class. Youxin (2010) considers ELT games as equally helpful and important for teachers and students. Games help teachers alter their techniques, styles, and approaches and make them more geared towards learner-centeredness. They help to promote language acquisition through lowering students' anxiety and creating an enjoyable learning atmosphere in the foreign language classroom (Benavides, 2009; Larcabal, 1992; Lee, 1979; Muhanna, 2012; Nguyen and Khuat, 2003; Youxin, 2010) . Games further help the introduction and retaining of new concepts and lexical and structural aspects (Ajibade and Ndububa, 2008; Hadfield, 1999; Lengeling and Malarcher, 1997; Uberman, 1998) . The same authors describe ELT games as enhancing learners' cognitive and affective development and improving class dynamics. Several researchers consider games as a significant source of improving students' language skills and linguistics proficiency through providing students with opportunities to use English naturally, communicatively, meaningfully and spontaneously that can have positive implications for their language use outside the classroom (Benavides, 2009; Deesri, 2002; Hadfield, 1999; Kim, 1995; Larcabal, 1992; Lee, 1979; Wright, Betteridge, and Buckby, 1984) . Escudeiro and Carvalho (2013) agree that games develop students' language. They write that when using games, students learn from the mistakes they make. In her study, Muhanna (2012) , suggests that vocabulary games are used to review language lessons to improve learners' communicative competence. Part of this communicative competence is that learners would be able to use the language in authentic realistic situations when playing games in L2 either individually or with their peers. Shameem and Makhan (2001) claim that language activities, including games, allow students to transform the strategies they use in realistic situations. Ajibade and Ndububa (2008) and Benavides (2009) acknowledge the role of games as boosting learners' confidence and raising their interest, participation, and involvement, which can reflect positively on their feelings towards English. Ajibade and Ndububa (2008) , Deesri (2002) and Wright et al. (1984) consider games as a powerful tool for enhancing students' motivation and interest in learning English through, what Nguyen and Khuat (2003) and Ajibade and Ndububa (2008) consider, the competitive environment they help create inside the classroom. Richard-Amato (1988) argues that students enjoy participating in language games because they want to try to win the games. Wright et al. (1984) stress the centrality of amusement and challenge in an ELT game. Moreover, ELT games, according to Ajibade and Ndububa (2008) , Ersoz (2000) and Escudeiro and Carvalho (2013) , can help engage students in cooperative and team learning. Escudeiro and Carvalho (2013) state that games enable students to learn by doing, in an engaging environment and that games improve teamwork, social skills, leadership, and collaboration. In this sense, Shameem and Makhan (2001) claim that students will develop interpersonal communication skills and fluency through the use of activities (used interchangeably with games). This is particularly important in a mixedability context like Oman's.
ELT games can thus be classified into 'competitive' and 'cooperative' (Hadfield, 1999) . In the former category students try to reach the goal of the game, which is usually linguistic, while in the latter category, students work towards reaching a common goal through cooperating with their partners and team members in a potentially '. . . joyful, enthusiastic and successful learning' (Ajibade and Ndububa, 2008, p. 31) . Hadfield (1999) further uses 'linguistic' and 'communicative' classifications of games to refer to accuracy-focused in the former, while in the latter referring to fluency-focused. Ajibade and Ndububa (2008) explain how games form an integral part of the Communicative Language Teaching (CLT) approach. Instruction, April 2017 • Vol.10, No.2 Games are task-based and have a purpose beyond the production of correct speech. They are an example of the most preferable communicative activities: this type of activity highlights not only the competence, but also the performance of the learner. Thus, it is an indispensable part of any English lesson because it reinforces the form-discourse match (p. 31).
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Furthermore, games, according to De Jager (2009) , can be divided into 'mental' and 'physical', ranging from active to quiet, and from basic to advanced. The former category keeps learners mainly focused on speaking and producing the target language. On the other hand, the latter category keeps learners concentrated on their own answers. Language learning physical games are more pertinent to young learners who more senseoriented in learning whereas mental games are more age-appropriate for older learners. Carrier (1990) acknowledges that ELT teachers have a wide array of games to choose from, to help them achieve their aims and objectives. Learners' language proficiency, their characteristics, learning styles and the feasibility of the game are claimed to be four main factors that can influence the effectiveness of an ELT game and determine its choice (Deesri, 2002) . Brumfit (1991) , Byrne (1997) and Kopechy (2009) draw teachers' attention to keep in mind certain parameters when using a game. These are the harmony between the focus of the game and the aims and objectives of the lesson, establishment of participation rules, organization of the game, and the starting and stopping time. Despite this caveat, it is not clear, at least empirically, if teachers are using such criteria for selection of games or resorting to them only to break the ice in the classroom.
However, Vernon (2008) warns that games may not work all the time in an ELT class and teachers find it hard to incorporate them into the class due to a number of reasons attributed to problems with lack of time or new ideas, teacher-proof materials, students' different learning styles and preferences, and classroom management issues like mixedability classes and lack of attention or cooperation on the part of the students. In line with Vernon's study, Lawrence and Lawrence (2013) investigated the attitudes of student teachers about using grammar games in the classroom and found that the majority of them have a favorable attitude towards using these games at the secondary level. Although one would expect educational games to work better with younger learners, studies like the latter one suggest that the context where the study is applied, the attitudes of participants, and the type of games investigated play important roles in determining how they are perceived and used.
RATIONALE
The English language curricula consist of a number of skill-based activities and tasks categorized thematically and sequenced according to progressively structured levels. Communicative games have been infused in the ELT curricula variably across all grades. Language teachers are expected to teach them along with the other content but without any clear rationale about their role in improving the learners' language neither how they are cohesively related to the other language skills of the syllabi. Despite the importance of communicative games in students' language learning, no previous research has accounted for their representation in a whole set of nationally used ELT syllabi. In addition, it is important to find how teachers and students perceive their role in teaching and learning via communicative games as their viewpoints influence how they approach them when used in the classroom in terms of the time allocated for teaching them, the resources used to do that, and the relationship between them and the teaching and learning of other language skills. Moreover, there is a paucity of research in this area to help us understand the representation of games in formal language textbooks and the contribution of the teachers and students' attitude about using games in the EFL classroom especially within different instructional levels in public education like the context of this study.
METHOD Research questions
This study seeks to answer the following questions:
1. What are the attitudes of the students about the role of communicative games in the Omani Basic-Education ELT system? 2. What are the attitudes of the teachers about the role of communicative games in the Omani Basic-Education ELT system? 3. Are there any statistically significant differences between the attitudes of teachers and students regarding the use of communicative games in ELT classrooms? 4. To what extent are English language communicative games presented in the Basic Education ELT system?
Participants
The participants in the study are of two types: English language teachers and learners. Twenty-nine Omani and non-Omani teachers with various teaching experiences in teaching in the BES cycle 1 (grades 1-4), cycle 2 (grades 5-10), and post-basic education (grades11and12) were involved in the study. In addition, the attitudes of 23 students from 3 schools from the 3 stages of the system were sought (see the Table 1 ). Young learners in cycle 1 are males and females and taught only by female teachers according to the policy of the Ministry of Education. On the other hand, cycle 2 and post-basic stages are gender-separated and taught by teachers from the same gender of students. All teachers teach using the same official English language textbooks written by the Ministry. validity and reliability of both questionnaires were maintained prior to administration. The former was established via a jury of eight experts in the area who gave constructive comments that improved the statements of the questionnaires. The latter was established by calculating Cronbach Alpha of the teachers' questionnaire and the learners' questionnaire, which were 0.929 and 0.932 respectively indicating highly reliable levels.
The teachers' questionnaire includes 31 items, reflecting the role of games in the Omani ELT educational system. The items of this questionnaire tackled several themes divided as follows: language learning games in the classroom (theme 1), designing languagebased activities (theme 2), the organization of games in the classroom (theme 3), and syllabus and textbook games (theme 4).
The students' questionnaire includes 28 items, also covering different themes. These themes include games and language skills (theme 1), preferred types of games (theme 2), playing games and language learning (theme 3), and playing games cooperatively (theme 4).
A content analysis form was created to analyze the English language learning games designed in the ELT BES system syllabi. It was created based on the literature and the researcher's knowledge about the Omani English language syllabi and context. The form was sent to a jury for validation prior to implementation. Some of the modifications suggested required adding extra descriptors and classifying games according to genre which were incorporated in the final version.
Procedures
After randomly selecting the schools, the questionnaires were sent to the subjects and asked to read the instructions carefully before attempting to record their answers. Before administering the questionnaire to the students, a decision was taken to translate their version into Arabic in order to avoid any confusion or misunderstanding of the statements, especially to the lower grades. The questionnaire instructions and statements were carefully read to Cycle 1 students (grade 1-4) and were asked to indicate their responses using smilies rather than words or ticks. Cycle 2 and post-basic learners did not have issues in responding to the translated version of the questionnaire.
All English language textbooks taught to all grades (1-12) were collected. Before embarking on the content analysis, the two researchers deliberated on the form to established a common understanding of the descriptors after its validation. Three grade level textbooks (grade 2,6 &11) were piloted in using the content analysis form. An acceptable level of inter-rater reliability (0.82) was established between the evaluators. Each research took 6 grades' syllabi to evaluate using the form. Table 2 shows the results of the students' questionnaire. Students apparently agree with most of the statements with a grand mean of 4.12 on the 5-point Likert scale of the questionnaire. They clearly stated that they like learning English through English games with a mean 4.35. When asking them about the language skills they like playing games when practicing, they indicated that they like playing games, which use more than one language skill (4.52). In fact, it is quite investable to play well-crafted language learning games without using several language skills. Oxford (2001) asserts that using integrated language instruction in the language classroom could be highly motivating for students from various age groups and backgrounds. This result provides a reason for the agreement with items 11, 13, 14, 15, 16 and 18, with means of 4.39, 4.35, 4.09, 4.35, 4 .48 and 4.22 respectively. Similar results are found in Deesri (2002) ; Hadfield (1990) , Hatch (1998), Kim (1995); Larcabal (1992) ; Lee (1995) and Wright, Betteridge, and Buckby (1984) , that games are important for improving students' language skills and linguistic proficiency. Infusing games in lessons would be challenging to teachers but striving to do that with language learning tasks that lend themselves to such modification would leave a favorable impression about learning the language. Table 2 Means and SD of the students' attitudes towards using games to learn English possibly the students' realization or the teachers' inclination that students should be exposed as much as possible to language input when learning even through games. This result supports Youxin (2010) study, in which games help increase students' language acquisition.
FINDINGS
The analysis also shows that the students agree with both playing games in groups and pairs (items 4 and 5), having the same mean 4.17. Although individual and class games could be useful, pair work and group work in designing games ensure that each and every learner has an optimum opportunity for practicing and using the language (Wright et al., 1984) . Playing cooperatively in pairs and groups allows them to transfer this cooperation to outside the classroom, in a stress-free interaction. This supports the result of Ajibade and Ndububa (2008) and Ersoz (2000) that games help students engage in cooperative and team learning.
It is not surprising to note that students like playing classroom games with friends and family members even after school (item 24, mean=4.39). Nowadays, the electronic recourses that students can use to learn English outside the classroom are numerous such as hand-held devices or game consoles or even smartphones. This result is in line with another study conducted in the same context by (Al-Bulushi & Al-Issa, 2012) who investigated the use of out-of-class strategies by Omani EFL learners to improve their language at school. They found that a considerable number of the participants considered games, which involve sophisticated audio/video technology, as a significant source of acquiring English. Moreover, students agree with item 25, 'I like playing games because I like to win', with a mean of 4.39. This agreement confirms RichardAmato (1996) argument of students participating in language games to try to win. It also shows that they like the competitive atmosphere that games create (Nguyen and Khuat, 2003; and Ajibade and Ndububa, 2008) .
The lowest mean is 3.65 pertinent to playing games using computers. Although it indicates above-average mean, it should be stated that each public school has a computer lab within the learning resource center, which all schools' teachers could book and use in teaching some of their lessons. This suggests that the games that learners play and through which they may learn any language is primarily practiced outside the classroom. Hidden, unmonitored, and self-learning opportunities are inevitable and available to learners depending on their socioeconomic conditions and it is the teacher's task to create a stronger link between how language learning in the classroom can foster learning outside it and vice versa.
Therefore, in order to answer the first research question regarding the attitudes of the students about the role of games in the Omani Basic-Education ELT system, it could be stated that they hold a highly positive attitude with the grand mean of 4.17 as well as the above 3 mean in all the statements. Similar to Rahimi & Hassani (2012) results, the positive attitudes revealed by students had positive attitude towards learning English as a foreign language. They provide an appropriate standpoint for teachers to seriously consider infusing games in teaching the different language skills. Motivating learners to learn is one of the major obstacles that teachers constantly face in the classroom and as
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Ajibade and Ndububa (2008) and Wright et al. (1984) highlighted that using games to foster their motivation could be a worthwhile instructional cause in itself.
On the other hand, the teachers were mostly neutral to the items in the questionnaire, albeit some interesting results were found. Teachers moderately tend to like using games to teach English as the grand mean is 3.71. Most of them agreed that they like playing games, particularly when teaching in the classrooms with a mean of 4.35. This high mean is quite encouraging as it defies the stereotypical idea among some learners and parents that playing games might not be favored in teaching in public schools. It also reflects a level of creativity of the language teachers, which was deficient in some studies in the same context such as Al-Mahrooqi (2012).
Teachers also believed that playing games strengthens their relationships with their students', with a mean of 4.31. Playing games in the classroom did not only motivate students but according to the teachers, they also motivate them to teach (4.28). Playing games also adds fun and positive change to their lessons', with a mean of 4.28 and 4.24 respectively. Their agreement with these statements suggests positive attitudes towards using games in the classroom. Similar results were found by Larcabal, 1992; Lee, 1979; Nguyen and Khuat, 2003; Shultz, 1998; Youxin, 2010 . These researchers also assert that games lower students' anxiety and create a relaxed atmosphere in the classroom. The results also suggest that teachers do not find an adequate number of games in the textbook, (mean =2.52), which explains why they do not restrict themselves to the games presented in the textbook (mean=2.59). This suggests that teachers are aware of the insufficiency of games in the textbook. The mean 2.59 is quite moderate to suggest that teachers seek supplementary materials to fill the insufficiency gap. This is attributed to the strict abidance of teachers to the textbooks they teach as some studies indicated such as (Al-Issa & Al-Bulushi, 2011). Wood (2001) investigated the use of learning games as a learning tool and found that game-like formats could be more effective at capturing learners' attention than conventional media such as textbooks. Having said that, there is a clear contradiction between the insufficiency mean of teachers (2.52) and its students' counterpart (3.83) in table 2. In other words, while the teachers find the games are insufficient in number, their students find them sufficient which could be attributed to the learners' lack of differentiation if the games are part of the textbook or supplemented by their teachers.
Teaching English through using games does not ensure effective learning or increase students' motivation without an intentional plan of using them to meet specific instructional objectives of the language learning course. For instance, a teacher could play snakes and ladders and have fun with his students but without relating the game to certain language objectives (e.g. distinguishing between imperatives and modal verbs) and giving students feedback throughout the teaching process, mere fun would override learning through it. Wright et al. (1984) assert that teachers should facilitate learning while the game is being played, correcting the language only if necessary.
Thus, in order to answer the second research question regarding the attitudes of the teachers about the role of games in the Omani Basic-Education ELT system, it could be stated that they hold a moderately positive attitude with the grand mean of 3.71. Teachers believe that games could play a role in improving the students' language and that they do use them in the classroom. These results were echoed by Rahimi & Hassani (2012) in their study with Iranian EFL learners and teachers. However, given the paucity of games in the textbook, they indicated that the teachers in the current study do not strive to bring them from external sources.
As far as the third research question that asks about any significant differences between the attitudes of teachers and students regarding the use of games in ELT classrooms is concerned, the grand means of teachers and students were compared using a t-test. The result indicates that there is a statistically significant difference between the two (p=0.027<0.05) in favour of students. The significant difference between both groups, as delineated in Table 4 above, suggests that students are more inclined to possess positive attitudes about using games in learning English in the classroom than teachers. This tendency if realized by teachers and syllabus designers could be incorporated in the textbooks and the classrooms to foster students learning through games.
The content analysis of all BES syllabi indicated that English language learning games variably exist in the BES syllabi with 6 games in grade 2 and grade 5 separately compared to no games in grades 4 and 8. Interestingly, the number of games are almost the same in cycle 1 grades (1-4) and cycle 2 (5-10) despite that the latter has 6 grades compared to only 4 grades in the former. Figure 1 below illustrates these numbers.
Figure 1 Number of ELL game in the BES Syllabi
Although it is not surprising to see more games in the syllabi of young learners in cycle 1, having no games at all in grade 4 and grade 8 seems to leave teachers to their own creativity to bring games to the classrooms. On the contrary, the highest grades in the Omani BES (post-basic) hosts the least number of games. All the games in this cycle primarily focus on vocabulary and less on listening and speaking with crosswords as the dominant game type. This reinforces De Jager (2009) typology, as mental games are pertinent to older language learners as opposed to physical games for young learners.
While the students think that there is adequate number of games in the textbooks (mean=3.83), the teachers have the contrary views that they are insufficient (mean=2.52). The content analysis of communicative games in the BES textbook corroborated the teacher's views and showed scarcity of games across the grades. This
International Journal of Instruction, April 2017 • Vol.10, No.2 could be attributed to the students who do not have the specialized background for judging the number of games in the textbooks and may have based their views on how the teachers presented language learning tasks and activities. This result could also be due to the teachers' conventional reliance on textbooks, test-based teaching, and focusing on finishing the materials either with the specified games or without.
The number of games and their distribution across the grades would be more useful to be looked at in relation to the language learning skills and focus (i.e. grammar and vocabulary) which are demonstrated in the Figure 2 below.
Figure 2
Number of games per language skills/focus across BES grades
As figure 2 shows, the common language skill/focus across all grades is vocabulary scoring 9 games exclusively across all grades and 12 other games targeting vocabulary with at least another language skills/focus such as listening, speaking or grammar. Interestingly the highest grades starting from grade 9 onwards have vocabulary games primarily. One would expected more challenging games teasing learners' minds and developing their mental abilities would be encouraged there but all the non-vocabulary games occurred in cycle 1 and 2 grades.
CONCLUSION
This study has sought to find students and teachers' attitudes about the role of using games in the EFL classroom as well as to seek the representation of communicative games in the BES textbooks. The students hold positive attitudes about using games arguing that games could help them in improving their language inside and outside the classroom. The teachers held a slightly less positive attitude in general about using games in the classroom. The less exposure to games in the EFL curriculum they are teaching was the main reason behind their reticent stance. This was corroborated by the content analysis that found only 29 games only across all the grades in the public basic education system textbook which primarily focus on lexical games. In order to use games effectively in the EFL classroom, teachers and students should provide the necessary positive monitoring, control, and environment for learning to take place (Macedonia, 2005) .
Playing objective-driven communicative language games in the classroom might be perceived as peripheral by some teachers but if planned well within the curriculum it could at least improve students' attitudes towards learning the language as indicated by students in this study. Further studies are needed to see if what teachers and students perceive about the use of language games are really practiced in the EFL classroom. Coverage and classification of games as presented in the curriculum taught could be suggested in a content-analysis descriptive study.
Finally, the BES highlighted the importance of instructional technology by incorporating it in the English language curriculum in order to enhance learning the language skills. Learners are encouraged to use it in the school and outside it to practice the language. As technology plays an important role in gaming with younger generations, it is worthwhile to investigate how educational games practiced in the class and extended outside it could improve learners' language skills.
Some limitations of this study must be highlighted. First, the data are geographically limited because it was collected at few schools in Muscat. Second, the content analysis only covered English language class books that language teachers and students use in the classroom. The study excluded other textbooks from the analysis (i.e. teacher's guide and workbook) as they are used separately by either teachers or students outside the classroom for primarily planning or practice. Therefore, readers should interpret the study's results with caution as they may not be generalizable to other settings. Other researchers could collect data from public or possibly private schools or higher education institutions, which would better represent the population. We would like to assure you that the data will only be used for the sake of this research and it will be treated with confidentiality. 
